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A Study of the Induction of 300 First-year Teachers
and Their Mentors, 1989-1990

Introduction

The Houston Independent School District conducted a support pro-
gram in 1989-1990 that p:ared over 300 first-year teachers with mentors who
usually taught the same subject or grade level, were assigned to the same
school, were experienced teachers, agreed to work with beginning teachers,
and were paid a $300 stipend. Mentors were expected to visit the first-year
teachers’ classrooms, assist in locating resources, provide emotional sup-
port, and help plan for instruction and classroom management.

First-year teachers met about twice monthly in job-alike inforinal
sessions with mentors or professional development specialists. They also
participated in a preschool workshop and formal training sessions during
the year.

The staff development program for first-year teachers was designed
to meet specific needs as identified by TTAS appraisals, mentor observa-
tions, and preservice records. Topics included district and building
policies, practices, and regulations; unique characteristics and needs of the
school and community; activities related to the opening and closing of
school; policies and practices related to student assessment and reporting;
general instructional strategies; content knowledge and curriculum
assistance; classroom management and organization; communication and
con(fi‘erencing skills; self-evaluation techniques; and use of instructional
medla.

Mentors completed a training program that included
communication and conferencing skills, observation techniques, models of
instruction, effective school correlates, and specialized training in the
Texas Teacher Appraisal System. A workshop in November 1989 for
mentors focused on the correlates of effective schools: instructional
leadership, instructional focus, teacher behavior/ high expectations, school
climate, and measurement.

The eleven technical reports included herein are derived from
studies of the perceptions of mentors and first-year teachers in October 1989
after the first-year teachers had taught for two months, and again in April
1990, after first-year teachers had taught eight months. Two other
techrical reports (Report Numbers 90-07 and 90-13) analyzed the
per.eptions of teachers to two day-long inservice training sessions.



Because they are not of general intercst, and primarily evaluated those
programs, they are not included herein.

The research reported in this series was supported by grants from
the Texas Education Agency, the Houston Independent $chool District, and
the University of Houston. The authors are grateful for their continued
support. The reporis of assessments during this first year of evaluation are
listed below. The assessment of firsi-year teacher induction will be
continued during 1990-1991 and 1991-1992, and will be reported in later
documents. These results are summarized in journal articles and
presentations at professional associations, buv are included in full herein
for those who desire greater detail.

90-01: The Houston Conservation Project
This report describes the program, its need and major
components, and the research on first-year teachers and
their support teachers.

90-02: Perceptions of First-Year Teachers of the Assistance
Provided by Experienced Support Teachers
This study reports the perceptions of FYTs to the assistance
provided them during their first two-months on the job.

90-03: FPerceptions of Experienced Support Teachers of the
Assistance Provided to First-Year Teachers
The perceptions by ESTs of their assistance to FYTs during
the first two months of school are reported in this study.

90-04: Interviews with First-Year Teachers and Their
Experienced Support Teachers
Interviews were conducted with 12 first-year teachers and
their experienced support teachers during November 1989.

90-05: Effects of Experienced Support Teacher Assistance on First-
Year Teacher Confidence, Satisfaction, and Plans to
Continue Teaching
The effects of ESTs ana FYTs teaching the same subjects or
grade levels and their classroom proximity on confidence,
satisfaction, and r~ting of EST assistance; effects of EST as-
sistance on satisfac‘ion, confidence, and plans for continu-
ing to teach.

90-05: Perceptions of Certified Elementary Teachers and
Alten atively Certified Teachers
Problams and assistance, confidence, and satisfaction of 69
regularly certified elementary teachers compared with
those of 162 alternatively certified elementary teachers.
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90-08:

90-09:

90-10

90-11

90-12

Designing Effective Induction Programs
Summarizes recommendations from ESTs and FVTs ahout
induction programs.

Perceptions of First-Year Teachers of the Assistance
Provided by Exzperienced Support Teachers Afier Eight
Montbhs of School

Reports the perceptions of FYTs of their problems and EST
assistance during the first eight months of teaching. This
is a follow-up of Study 90-02.

Perceptivns of Experienced Support Teachers at the End of
Eight Months of School of Their Assistance to First-year
Teachers.

Perceptions of ESTs in April after having worked with
FYTs for eight months. This is a follow-up of Study 90-03.

Effects of Experienced Support Teacher Assistance After
Eight Months of School on First-year Teacher Confidence,
Satisfaction, and Plans to Continue Teaching.

Concerns of policy makers are explored in this technical
report of the effects of EST assistance on FYT attributes.
This is a follow-up of Study 90-05.

Perceptions of Certified Elementary Teachers and
Alternatively Certified Teachers After Teaching Eight
Months.

Perceptions of their problems and needed assistance by
teachers who completed a regular certification program
and those participating in an alternative certification
program in April of their first year of teaching. This is a
follow-up of Study 90-06.
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Document 90-01
TEACHER CONSERVATION PROJECT

Houston Independent School District
1989-1990
Teddy McDavid
W. Robert Houston
Faith Marshall

The Houston Independent School District instituted a support pro-
gram for the 1989-1990 school year to enhance the quality and retention of
first-year teachers, with special attention to minority teachers and teachers
in critical shortage areas. The program was supported in part by a grant
from the Texas Education Agency.

Because so many support programs include only marginal evalua-
tion, and that which is included is not conducive to either improving the
program or to increasing our knowledge base of effective strategies, the
present program was evaluated using a number of procedures and strate-
gies, including surveys of first-year teachers and their experienced support
teachers, but also interviews with sample teachers and persons in various
support roles. The results of these studies are reported in a series of re-
search reports.

90-01: The Houston Conservation Project
This report describes the program, its need and major
components, and the research on first-year teackers and
their support teachers.

90-02: Perceptions of First-Year Teachers of the Assistance
Provided by Experienced Support Teachers
This study reports the perceptions of FYTs to the assistance
provided them during their first two-months on the job.

90-03: Perceptions of Experienced Support Teachers of the
Assistance Provided to First-Year Teachers
The perceptions by ESTs of their assistance to FYTs during
the first two months of school are reported in this study.

90-04: Interviews with First-Year Teachers and Their
~ Experienced Support Teachers
Interviews were conducted with 12 first-year teachers and
their experienced support teachers during November 1989,

-
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90-05: Effects of Experienced Support Teacher Assistance on First-
Year Teacher Confidence, Satisfaction, and Plans to
Continue Teaching
The effects of ESTs and I'Y'T's teaching the same subjects or
grade levels and their classroom proximity on confidence,
satisfaction, and rating of EST assistance; effects of EST as-
gistance on satisfaction, confidence, and plans for continu-
ing to teach.

90-06: Perceptions of Certified Elementary Teachers and
Alternatively Certified Teachers
Problems and assistance, confidence, and satisfaction of 69
regularly certified elementary teachers compared with
those of 162 alternativeiy certified elementary teachers.

90-07: Assessment c¢f Workshop for Experienced Support
Teachers, November 11, 1989
Reports the assessment of participants in the 12 sections of
the workshop on effective teaching practices.

9008: Designing Effective Induction Programs
Summarizes recommendaticas from ESTs and FYTs about
induction programs.

. 9009: Peiceptions of First-Year Teachers of the Assistance
Provided by Experienced Support Teachers at the end of ti e
Year
Reports the perceptions of FYTs of their problems and EST
assistance during the first eight months of teaching. This
is a followup of Study 90-02,

90-10  Perceptions of Experienced Support Teachers at the End of
Eight Months of School of Their Assistance to First-year
Teachers.

Perceptions of ESTs in April after having worked with
FYTs for eight months. This is a followup of Study 90-03.

90-11  Effects of Experienced Support Teacher Assistance at the
End of the Year on First-year Teacher Confidence,
Satisfaction, and Plans to Continue Teachking.

Concerns of policy makers are explored in this technical
report of the effects of EST assistance on FYT attributes.
This is a followup of Study 90-05.
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950-12 Perceptions of Certified Elementary Teachers and
Alternatively Certified Teachers After Teaching Eight
Months.
Perceptions of their problems and needed assistance by
teachers who completed a regular certification program
and those participating in an salternative certification
program in April of their first year of teaching. This is a
followup of Study 90-06.

90-13: Participants Evaluation of the Mentor Seminar, “Best
Practices”
Reports the assessments of 636 workshop evaluations for 14
workshops presented on May 12, 1990,

Recognition of the unmet needs of beginning teachers has apneared
in the professional literature for decades (Brooks, 1987; Ingebritson, 1950;
Jerwild, 1966; Ligania, 1970; Lortie, 1975; Ryan et al., 1980, to cite just a few).
Prior to 1980, comprehensive programs to meet these necds were located
primarily in other countries such as Great Britain and Australia (Fisher et
al, 1978; Julius, 1960).

Accounts of isolated efforts to assist novice teachers during the past
50 years were surveyed by Johnston (1981) who found only a few that were
evaluated. A 1982 survey (Marshall) of induction support offered by 72 dis-
tricts across the United States indicated informal practices rather than sys-
tematic programs based on identified needs. In 1981 Florida was the sole
state with a mandated induction program; by 1589, at least 31 states had ei-
ther implemented or were piloting or planning some type of comprehensive
support system for first-year teachers (Hulirg-Austin et al., 1989).

More recently the issue of separating assistance firom assessment
has been acknowledged in the literature. Huling-Austin ot al, (1989) identi-
fies the difficulty first-year teachers experience in sharing problems with,
and seeking help from, those who will also determine whether or not that
teacher will be retained. Schlech.ty and Varice (1983) give evidence that the
dropout rate of new teachers during the first two years has reached a high
of 30 percent. The Houston I.S.D. program focuses on assistance for novice
teachers, and those in the support positions do not. have an evaluative func-
tion.

ERIC
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Backsxound

Under the direction of Ceneral Superintendent Joan Raymond, the
Houston Independent School District has redesigned its professional devel-
opment programs to be more responsive to the diverse needs of all the
District's varicus teacher populations.

The District has recognized, however, that the most critical need of
its overall professional growth and development program must be to ad-
dress the retention of first-year teachers, the group in which teacher attri-
tion is greatest. For example, in 1988-89, Houston ISD recruited replace-
ment teachers from 150 universities in forty-nine states and three foreign
countries. Houston ISD employed about 10,500 teachers, including about
1,600 new teachers; most of the new teachers were first-year teachers. As
the teacher pool has become smaller, the need to retain teachers has inten-
sified.

In collaboration with the University of Houston, the District field-
tested a support and assistance program for three hundred first-vear
teachers, pairing them with three hundred support teachers during the
1288-89 school year. Houston 1SD expanded this university-district collabo-
rative program to full pi'ot status in 1989-90, involving one thousand espe-
cially trained support teachers paired with one thousand first-year teach-
ers. Houston ISD also worked with the University of Houston to develop and
implement an important subcomponent of this project: the Teacher
Conservation Program for enhancing the quality and retention of minority
teachers and teachers in Houston ISD's critical shortage areas. In 1989-90
Houston ISD's student population of about 190,381 included 33,000 students
identified as needing bilingual or English-as-a-Second Language int$ruc-
tion and about 24,200 for special education programs. Almost 9,000 w::re
enrolled in early childhood programs. According to the Sprir: 389
Fconomic Eligibility Survey, 33,294 Houston ISD students were educ ».itn-
glly disadvantaged. Based on arcepted indicators, 67,814 were ai rizw stu-

ents.

Therefore the "Teacher Conservation Project" was added tv the pilot
program to provide more intensive assistance and support for new teachers
in the District's critical shortage areas: bilingual/ESL programs, early
childhood programs, special education programs, and for beginning mi-
nority teachers throughout Houston ISD.

This component provides a functional linkage between preservice
and inservice years; it is not intended to replace the preservice student
teaching experience. A formative rather than summative process, it is de-
signed for assisting these special categories of first-year teachers; it is pot
an evaluation process for contract renewal or certification assessment.

4
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Major Program Goals

GOAL ONE is to ensure quality instruction for students of the speci-
fied categories of first-year teachers by improving these teachers' effective-
ness through a structured, systematic professional development support
program that 1) promotes beginning teachers' professional and personal
well-being; 2) assists them in achieving a successtul first year in the pro-
fession; and 3) enhances their socialization into the profession. GOAL
TWO is to effect ongoing improvement in the quality of instruction for all
students by increasing the retention rate of promising first-year teachers.
GOAL THREE is to strengthen the collaboration between and among area
universities and Houston ISD to improve the educational programs in both
settings. GOAL FOUR is to implement this subcomponent focusing on mi-
nority teachers, early childhood teachers, bilingual/ESL teachers, and spe-
cial education teachers as a part of the pilot program that will serve as a
model for the 1991 state-mandated teacher induction program.

Selection of Participant

About 1,300 first-year teachers and support teachers are participat-
ing in the District's pilot. Targeted teachers are those beginning a first
year of teaching, whether prepared by a Texas teacher training institution
or an out-of-state institution. A subset list has been developed of minority
teachers, bilingual/ESL teachers, early childhood teachers, and special ed-
ucation teachers with no experience as a teacher of record. Included &re
alternative certification interns beginning their first year as a classroom
teachers-- 25 with special education assignments with the severely handi-
capped pupils, 80 in bilingual classrooms, and 24 in ESL assignments.

Each support teacher must have demonstrated superior abilities and
competencies as a classroom teacher. Many of the e: perienced teachers
paired with beginning teachers participated as support teachers in the
District's 1988-89 field test. A support teacher for an alternative certifica-
Jon intern must have achieved Level II Career Ladder or better. Level II
Career Ladder teachers are given preference for the other beginning teach-
ers. A "job-alike" or "same category" support teacher has been paired for
the school year with each first-year teacher. Each support teacher receives
a $300 stipend (funded by the pilot project). Although basically a collabora-
tive relationship, the support teacher serves as team leader in working out
this process. Whenever possible, the classrooms of the naired teachers are
conveniently close, their non-instructional duty time scheduled the same,
and their teaching ideologies somewhat compatible.

'EC L
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In addition to shared conferencing time and some shared training,
support teachers visit in the classrooms of their first-year teacher partners
each semester during rrgular teaching hours, and first-year teachers visit
in their support teackers' classrooms. Each observation session includes a
follow-up confergnce, The support teacher provides help and locates re-
sources to capitalize on the first-year teacher's strengths and to address
his/her wezaknesses.

Through observation and follow-up conferences, the support teacher
assists the novice teacher to make appropriate instructional decisions. As
needed, the new teacher is coached on content priorities, interpretation,
updating, pacing, instructional techniques, and even providing instruction
in knowledge of the content being taught. '

The support teacher is the first-year teacher's on-site troubleshooter,
prcceptor, advocate, and sounding board, providing instructional assis-
tance, peer counseling, and general guidance. By promoting faculty accep-
tance of the new teacher, the support teacher brings the neophyte into the
teaching collegiality--a principal factor in maintaining a favorable school
climate. The support teacher also serves as the first-year teacher's first
line of defense against the depression and low morale often associated with
the novice's encounter with the realities of teaching by assisting the begin-
ner to stay focused on the work to be done.

The support teacher is the beginning teacher's primary source of in-
formation on the special characteristics of the District, the school, the
community it serves, and its student population. Working with the profes-
sional development specialist when appropriate, the support teacher serves
as the first-year teacher's liaison and facilitator in accessing the resources
of other components of the Houston ISD professional development infras-
tructure.

About twice monthly, first-year teachers are scheduled for beginning
teacher "joh-alike" cluster meetings for an informal sharing of general
concerns, experiences, and ideas. Support teachers and professional devel-
opment specialists serve as cluster facilitators. The third and sixth cluster
meetings during each semester feature a panel that may include master
teachers, district specialists, supervisors, administrators, and university
staff members. Panel members' expertise bears directly on the topics, ques-
tions, and concerns compiled by the first-year teachers themselves in previ-
ous meetings. Suprort-teacher cluster meetings for peer sharing follow the
same pattern.

Although their primary responsibility is training, the professional

development specialists constitute the first line of support for the support
teachers and a secondary line of support for new teachers. They facilitate

6
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support teacher meetings (both scheduled and on request), make on-site
classroom observations, and share in support-teacher conferencing. One
professional development specialist is assigned to each instructional dis-
trict. A specialist may assist another specialist when needed.

Each professional development specialist maintains a resource bank
of books, periodicals, films, videotapes, and other instructional media t: at
deal with professional development, pedagogy (philosophy and application),
and other subjects for which beginning teachers show an interest or need.
The professional development specialist serves as liaison and facilitator for
all staff development activities involving the support teachers and the
novices, and as resource personnel to the Teacher Conservation
Subcommittee.

i ort. The Assistant Superintendent of Pupil
Services has designated the Direcior of Psychological Services to interface
the instructional districts' psychological/counseling network with this pro-
gram. A personal support and assistance program offers on-site and off-
site psychological assistance and practical help for the beginning teachers
because many of their problems fall outside the support teacher's domain.
The first-year teacher may privately request assistance, or the suppoit
teacher may arrange it through the Director of Psychological Services. The
doctoral psychologists, one in each district, work with the professional de-
voelopment specialists, serving as needed in trnricing segments, cluster
meetings, and with smal! groups on request.

L3 )

The specialists receive training about twice weekly
throughout the school year. Their training covers program design, objec-
tives and procedures; and presenting audience-specific workshops (e.g.,
universities, conferences, district and school administrators). Cross-train-
ing enables them to become truly multilevel, expanding the knowledge base
of those whose major preparation and experience has centered on one edu-
cational level--whether elementary, middle, or high schoul--t¢ encompass
the other levels. As part of training, each professional development special-
ist has designed a personal professional growth plan for developing a spe-
cialty in depth.

In preparation for the 1989-90 full-pilot year, the 14 professional de-
velopment specialists also participated in six-weeks training during the
summer. Every assistant superintendent (or designee) dealing with any
aspect of staff development participated in implementing this training.
Further training is planned for the summer of 1990.

The Director of District-University Relations has conducted project-
related training sessions for district superintendents, instructional special-
ists and principals. This training integrated the first-year teacher pro-
gram intc the effective schools design.

ERIC
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A training and support team made up of the professional develop-
ment specialists, with special segments conducted by curriculum special-
ists and district administrators whose expertise relates to the topics, pro-
vided the support teachers with training prior to their acsignments of the
support teachers. Training topics included 1) communication and confer-
encing skills, 2) ohservation techniques, 3) models of instruction, 4) the
teacher's role in addressing the effective school correlates, and 5) special-
ized training in the Texas Teacher Appraisal System.

First-year teachers served by this subcomponent (bilingual/ESL, spe-
cial education, ezrly childhood, and minority) are receiving the training
provided all first-year teachers through the pilot program. Their training
program has been designed to meet specific needs as identified by training
and support team information (from TTAS appraisals, mentor observa-
tions, and preservice records). Appropriate topics include 1) district and
building policies, practices, and regulations, 2) unique characteristics and
needs of the school and community, 3) activities related to the opening and
closing of school, 4) policies and practices related to student assessment
and reporting, 5) general instructional strategies, 6) content knowledge
and curriculum assistance, 7) classroom management and organization,
8) communication and conferencing skills, 9) self-evaluation techniques,
and 10) use of instructional media. In one aspect of this training, first-year
teachers are helped to appreciate their support teachers and to draw on
their experience.

Support Teacher Workshop, an Orientation Workshop, some of the
cluster meetings, and other workshops specifically requested (district and
campus-level workshops) have been held. The first-year teachers also par-
ticipate in Houston ISD workshops for new teachers and those for all
District teachers. Comprehensive planning focuses on continuity between
induction activities and those of other staff development programs.

Professional development specialists also plan and implement at
least four scheduled, content-focused, mini-workshops each semester for
support teachers and their bilingual/ ESL, special education, early child-
hood, and minority teachers. These workshops are held after school in the
instructional districts. In addition, the professional development special-
ists ailre available for classroom demonstration and consultations on specific
proolems,

Two workshops preceded the school year--one for support teachers
and an orientation workshop for principals, support teachers, and first-
year teachers. A major workshop was held for support teachers in
November on the Effective School.

The agenda for the Effective Schools Model Workshop centered on 1)

the implerpentation of effective schools programs, 2) effective schools corre-
lates relative to the continuous assessment of students' learning as a major

8



contribution to their academic success, 3) the learning needs and styles of
diverse student populations (especially minority, ESL/bilingual, special ed-
ucation and early childhood populations), and 4) innovative approaches.
These topics embodied the effective school correlates: Instructional
Leadership, Instructional Focus, Teacher Behavior/ High Expectations,
School Climate, and Measurement.

Houston ISD and the Texas Cooperative Teacher Center Network will
host & conference April 28, 1990 that will center on teacher induction and
feature the Houston project. In June, the Project Director and the Principal
Investigator, assisted by the Teacher Conservation Subcommittee, will con-
duct an End-of-Project Workshop. Houston ISD participants will include
members of the pilot's Project Advisory Committee, the District's
Professional Development Council, the professional development special-
ists, support teachers and first-year teachers. This workshop will focus on
1) presentations based on the Best Practices Casebook, 2) planning for fur-
ther project disseminations, 3) a presentation of the project videotape, and
4) evaluation activities. '

Project Products

Assisted by staff development and curricula administrators, profes-
sional development specialists have developed forty-two draft packets for
program use. These packets are research-based (with sources noted) and
tailored to District needs. For quality control, each packet has been devel-
oped according to the essentials common to any effective training presenta-
tion. The topic follows a prescribed sequential arrangement, with accom-
panying scripts for other presenters, handouts, and transparency masters.
Each packet developed by a specialist has been reviewed by the other special-
ists and modified by consensus.

Packets developed during the field test stressed the philosophical base
for support teacher and first-year teacher training. Many focused nn theory
relating to the learning needs and styles of diverse student populations,
especially for those represented by the project's special teacher categories.
New packets being developed during the pilot year focus on training appli-
cations: the "how-to's". These packets, which will provide the structure
and focus for further training activities, are being modified to reflect needed
changes identified in the field test as they were used through the special-
ists' observations and participants' feedback. Some may be combined. The
packets are being produced as professional quality, self-contained units,
complete and concise enough for use by anyone working with support
teachers and first-year teachers. Careful formatting and appropriate
graphics are being used to add interest and ensure clarity. The specialists
are also fulfilling their growth objectives by attending seminars, work-
shops, and conferences related to their chosen specialties. These growth



plans will culminate in additional training packets reflecting their special-
ties.

As professional development specialists work with support teachers
and support teachers with first-year teachers, they are preparing and sub-
mitting best-practice narratives to the Project Director. The Project
Director, assisted by the Teacher Conservation Subcommittee, will make
the final selection of narratives for the Best Practices Casebook to be used in
the End-of-Project Workshop.

A presentation on the Houston project was filmed and is being dis-
seminated over closed circuit network of school districts served by Region
IV. A videotape has also been made of the pilot year, centering on Houston
ISD's support network activities, with a special focus on the program for
first-year teachers in critical areas. Some workshops and conferences are
also being covered. This videotape will be shown at area participating dis-
tricts and institutions. A copy will be sent to the Texas Education Agency
for further dissemination,

A Directory of University Resources has bzen developed by the
University of Houston to profile faculty members (with their pictures) who
have agreed to share their expertise. Information includes the means of
contacting them and indicating the capacity in which they volunteer to
serve: to respond to questions, written or by telephone; to serve as workshop
presenters; to share in cluster ineeting, and/or to provide on-site assis-
tance. As workshop packets, the videotape, the Casebook, and other in-
structional materials are developed, these are featured in the
Svperintendent's Bulletin and copies are made available to Texas
Education Agency and to overall project management.

Project Management

A Teacher Conservation Subcommittee periodically reviews the activ-
ities of the Teacher Conservation Project including 1) the support teachers'
program (selection, training and ongoing support), 2) the design and
schedule for the support and training program for first-year teachers, 3)
schedules for the sharing meetings for support teachers and for first-year
teachers, 4) the interface of the project activities with District and pilot pro-
gram activities, 5) the development of project training packets and other
products, 6) the evaluation design schedule, and 7) reviews of program
implementation and budgetary expenditures.

The Teacher Conservation Subcommittee includes the Project
Director, the Associate Dean, the Assistant Superintendent for Pupil
Services, the Director of Psychological Services, the Director of Early
Childhood Programs, the director of Alternative Certification, the Director
of Special Education Program Development and Coordination, and the
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Director of Teacher Training. The Subcommittee assists the Project
Director with major project events such as the Effective Schools Workshop.
Adjunct subcommittee members who serve in related matters are some
university professors, the professional development specialists, support
teachers and first-year teachers (including some who were new teachers
last year). District curriculum specialists participate as needed.

The professional development specialists are responsible for project
activities in the 14 instructional districts. Each school principal with a
first-year teacher in this project is responsible for the administration of en-
try-level teacher program activities on that campus, and for providing re-
quested information on support teacher candidates to project administra-
tors making support teacher selections. The principal is apprised of sup-
port team activities, and serves as a resource person to the team; the sup-
port teachers and the first-year teachers provide REINFORCEMENT and
direction as needed.

"Every master's career begins with a first year."
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Study 90-02

PERCEPTIONS OF FIRST-YEAR TEACHERS
OF THE ASSISTANCE PROVIDED
- BY EXPERIENCED SUPPORT TEACHERS

W. Robert Houston
Faith Marshall
Teddy McDavid

The Houston Independent Scheol District instituted the second year
of a support program during 1989-1990 to enhance the quality and retention
of first-year teachers, with special attention to minority teachers and teach-
ers in critical shortage areas. The Texas Education Agency supported the
assessment of this program and some of its activities through a Chapter II
grant. The present study analyzes the perceptions of first-year teachers
after having taught for two months. The specific questions that directed
this study include:

1. What were the major problems as perceived by first-year teachers
(FYTs) during the first two months of school?

2. To what extent did FYT perceive their experienced support teach-
ers (ESTSs) to have assisted them in solving these problems?

3. To what extent and in what areas did FYTs perceive their ESTs to
have assisted them?

4. What differences, if any, were there between FYTs who taught
academic courses in secondary schools, ancillary courses in sec-
ondary schools, special education, bilingual education, and
English as a Second Language?

5. In what ways did FYT suggest that ESTs could have been of more
assistance during the first two months of school?

6. To what extent and in what ways were persons other than the ESTs
helpful to FYTs? To what extent did Professional Development
Specialists work with individual FYTs?

7. To what extent did FYTs feel confident and satisfied after two
months of school?

8. .Wh?at vocational plans did FYTs have after two months of teach-
ing?

i()
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Tables 1 and 2 summarize the demographic characteristics of first-
year teachers. Their gender, age, marital status, ethnicity, and certifica-
tion status are included in the first table while the nature of their teaching
assignment is included in Table 2.

Table 1: D hic CI teristi
Frequency _ Percent
Gender
Male 2
Female 235 T
Age
21.25 20 0
26-30 &8 19
31356 51 17
3640 9 13
4145 38 9
46-50 8 3
51-56 6 2
56-60 1 0
Not indicated 3 8
Marital Status
Single 140 47
Married 130 43
Divourced 3 10

Racial or Ethnic Identification

Black, not of Hispanic origin i p4]
Hispanic b4 18
Asian or Pacific Islander 2 1
American Indian or Alaskan Native 2 1
White, not of Hisprnic origin 172 &7
Certification Status
Certified in field in which teaching 106 ¥
In alternative certification program 169 58
Certified but teaching in different field 10 3
Not certified 1 3

Over three-fourths of FYTs were female, and nearly half single. The
median age of first-year teachers was 30, with 30 percent younger than 25
and 27 percent over 35. Fifty-seven percent (57%) were White, 23 percent




Black, and 18 percent Hispanic. Thirty-six percent (36%) were certified in
the field in which they were teaching and 68 percent were in an alternative
certification program. While this study analyzes all FTYs, alternative cer-
tification program teachers who had little professional education training
are compared with FYTs who were fully certified in Study 90-05.

Table 2: Teaching Assignment
Frequency ~ Percent
Level ,
Preschool-Grade 3 175 58
Elementary Grades 4-6 74 .3
Middle School/Jr. High 21 7
Senior High School 2 1
Content Field
Secondary Academic Subjects 61 20
Sec. Ancillary Subj (band, PE, Voc) 9 3
Bilingual Education 3 24
Special Education 10 3
English as a Second Language 31 10

Percent of assignment in grades or subjects
in area of certification

None

26%

50%

75%

100%

Proportion of Students from minority groups
Less than 10%
11-30%

31-70%
71-80%
More than 90%

BBows
Rovwwa

EBNoa
A5 w0~

Number of mainstreamed students
None
One
Two or three
Four or five
More than five

epge B
Esgke s

Eighty-three percent (83%) of FYTs taught in elementary schools,
with 58 percent teaching in the primary des (preschool - grade 3).
Eighteen percent (18%) taught in secondary 100ls. Most of the secondary
teachers taught academic subjects. One-fou  (24%) were bilingual teach-




ers, 10 percent English as a second language teachers, and only 3 percent
special education teachers. Eighty-one percent (81%) were teaching in their
area of certification.

Their teaching assignments were primarily in minority schools.
Seventy-three percent (73%) taught classes with over 90 percent minority
students, 15 percent of FYTs taught classes with 71 - 90 percent minority
students, and only 3 percent were assigned to classes with less than 30 per-
cent minority pupils. Eleven percent (11%) had more than 5 mainstreamed
students and another 31 percent from two to five mainstreamed students;
however, 45 percent had none in their classes.

Excoblems of Fixst-vear Teachers
The first question explored in this study was What were the major
problems as; perceived by first-year teachers during the first two months of
school? A series of problems were included in the survey and first-year
teachers asked to rate them as a major prcblem (5), a problem (3), or not a

problem (1). The mean ratings, standard deviations, and ranks of each of
the identified problems are included in Table 3.

_Mean S Rank
Mar.aging the Classroom 2.64 1.45 5
Student Motivation 2.17 1.22 7
Lack of Adequate Materials and Equipment 2.70 1.55 3
Personal Financial Problems 2.25 1.46 6
Managing Teacher Time 2.55 1.34 4
Parent Cooperation 2.00 1.27 9
Amount of Paperwork 3.37 1.52 1
School Administration 1.51 1.13 12
Lack of Teaching Freedom 149 1.05 13
Lack of Personal Time 2.97 1.561 2
Student Involvement 2.05 131 8
Burn-out 1.73 1.20 11
Peer Acceptance 131 .92 4
Grading Students 1.82 1.17 10

The major problem identified by FYTs was the amount of paperwork
they were expected to complete (M = 3.37). Lack of personal time was
ranked second (M = 2.97) and Lack of adequate materials and equipment
third (M = 2.70). Managing teacher time was fourth (M = 2.55) and manag-
ing the classroom fifth (M = 2.54). When these are considered as a whole,
they reflect the FYTs need to organize and manage time, resources, self,

oo
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and students. Peer acceptance (M = 1.31), lack of teaching freedom (M =
1.49), and school administration (M = 1.51) were not considered problems
by FYTs.

The second research question in the study was: To what extent did
first-year teachers perceive their experienced support teachers to be helpful
in solving these problems? They were asked to respond using the scale,
greatly assisted me (5); some assistance (3); or no assistance (1). Table 4 in-
cludes mean ratings for first-year teachers.

Table 4: Siupport by EST in Solving Problems

Mean  SD.___ Rank
Managing the Classroom 2.96 143 1
Student Motivation 2.64 148 6
Lack of Adequate Materials and Equipment 2.93 1.63 2
Personal Financial Problems 1.63 127 4
Managinz Teacher Time 2.64 147 6
Parent Cooperation 2.45 147 9
Amount of Paperwork 2.42 145 1n
School Administration 2.77 1.654 4
Lack of Teaching Freedom 2.47 1.56 8
Lack of Personal Time 2.24 1.45 13
Student Involvement 2.43 1.46 10
Burn-out 2.38 1.58 12
Peer Acceptance 2.64 1.50 6
Gradirg Students 2.84 149 3

Assistance with problem solution was not highly rated by FYTs; the
mean raiings for not one of these problem areas was 3.00, "Of Some
Assistance." The highest rated support was in classroom management (M
= 2.96). While 69 FYTs or 23 percent rated their EST either 4 or 5 (great
assistance), an equal number (70) indicated a 1 (no assistance) in classroom
management,

While ESTs provided the greatest support in classroom management
(M = 2.97), this was closely followed by materials and equipment (M = 2.93),
grading students (M = 2.84), and working with school administration (M =
2.77). As one would expect, the least assistance provided FYTs was related
to their personal financial problems (M = 1.63).



When the results of Table 3 are compared with those of Table 4, it is
evident that ESTs are not emphasizing the areas of most concern to FYTs.
The two most difficult problems, amount of paperwork and lack of personal
time, were ranked 11th and 13th respectively in terms of EST support. To
determine the strength of these differences, t tests were computed to com-
pare the strength of problems as perceived by FYTs and the extent of EST
assistance, as perceived by FYTs. These data are included in Table 5.

Table 5: Strength of FYT Problems and Extent

f EST Assist P ived by FYT
Strength of Extent of Perceived
FXT Problem EST Assistance

Mean Mean t p

Managing the Classroom 2.54 2.96* 215 .033
Student Motivation 2.17 2.64* 295  .004
Lack of Adequate Materials

and Equipment 2.70 293
Personal Financial Problems 2.25* 163 580 .0001
Managing Teacher Time 2.65 2.64
Parent Co-operation 2.00 2.45* 251 .013
Amount of Paperwork 3.37* 242 845 .0001
School Administration 1.51 2.77* 7.82 .0001
Lack of Teaching Freedom 1.49 2.47* 6.04 .0001
Lack of Personal Time 2.97* 2.24 637 .0001
Student Involvement 2.05 2.43* 200 .047
Burn-Cut 1.73 2.38* 351 .001
Peer Acceptance 1.31 2.64* 850 .0001
Grading Students 1.82 2.84* 6.65 .0001

When FYTs rated the strength of their problems and the extent of
EST assistance in solving those problems, significant differences resulted
in 12 of the 14 problem areas. For 9 of these 12 areas, the extent of EST
assistance exceeded the strength of the problems. ESTs did not provide
assistance that matched the strength of the problem in three areas.
Personal financial problems was the first, and one in which one would not
expect ESTs to provide direct assistance (although many did provide emo-
tional support when finances were being discussed). The other two areas,
amount of paperwork and lack of personal time, are areas that experienced
teachers could be of considerable assistance to neophytes.



The third research question was: To what extent and in what area
did FYT's perceive their ESTs to have assisted them? This research ques-
tion was addressed in four ways. First, FYTs were asked to rate the effec-
tiveness of the assistance provided by ESTs and the effectiveness of their
coaching. Second, a listing of ten areas were listed and FTYs asked to rate
the extent of EST assistance in each area. Third, FYTs were asked to list
the contacts with ESTs over the preceding two-week period to assess the
assistance provided in November. Finally, FYTs were asked in an open-
ended question to identify the ways ESTs had helped them during the first
two months of school. Findings from each of these three data sources are
discussed in this section.

. ESTAssist 1 Effecti

Two questions asked FYTs to rate the effectiveness of EST assistance
in tglenv.aral and their effectiveness as a coach. These data are included in
Table 6.

Freguencv Pexcent.

Assistance Provided by EST

No contribution; may have impeded my growth 16 6
Somewhat helpful 51 18
Supportive; gave me ideas and information 99 34
Made my beginning days of school much easier 59 23
Outstanding, could not have survived without EST 66 23
Mean =3.37; S.D. = 1.17

Effectiveness as a Coach

Very Ineffective 35 12
Ineffective A 12
Adequate ® 23
Effective 2 P!
Very Effective 8 29

Mean = 3.47; S.D. - 1.33

Forty-three percent of FYTs felt their ESTs had been a very positive
influence on their careers as a teacher. However, nearly one-fourth of



them (24%) believed their EST had not been of much assistance. More than
half (63%) indicated that their ESTs were effective or very effective as
coaches for beginning teachers while one fourth (24%) considered them
ineffective.

Support teachers helped first-year teachers in specific areas other
than with problems. Table 7 summarizes data cn the extent to which ESTs
were perceived by FYTs as being helpful in areas identified in previous
research as being important to FYTs (Odell, 1989, p,31). FYTs used the fol-
lowing scale in assessing ESTs support: greatly assxsted me (5); some assis-
tance (3); or no assistance (1). Mean ratings, standard dewatxons, and
ranks are included in Table 7.

Table 7: Assistance bv Experienced-Support Teachars of

First-Year Teachers
~Mean S.D, Rank

Systems Infr~mation 3.652 1.36 2
Mustering Resources 3.26 1,58 5
Instructional Information 3.41 147 3
Emotional Support 3.66 1.50 1
Advice on Student Management ' 3.39 1.53 4
Advice on Scheduling and Planning 3.17 1.68 8
Help With the Classroom Environment 2.69 1.58 10
Demonstration Teaching 3.21 1.64 7
Coaching 3.24 1.58 6
Advice on Wo.king with Parents 2.92 1.57 9

Areas from Odell, S. J. Developing support programs for beginning teachers. In L.

Huling-Austin et al., Assisting the Beginning Teacher (p. 31). Reston, VA: Association of
Teacher Educators.

ESTs were perceived by FYTs to provide greater support in areas
other than those identified as problems. Only two of ten areas had mean
ratings less than 3.00 -- help with classroom environment (M = 2.69) and
advice on working with parents (M = 2.92). The highest ranked areas of
assistance were emotional support (3.66), systems information (M = 3.52),
?ﬁstructu;nal information (M = 3.41), and advice on student management

3.39

In chart form, first-year teachers were asked to list the incidents in
which ESTs had worked with theri during the preceding two-week period.



For each incident, they were asked to indicate the time spent on the prob-
lem, who initiated the conta+t, how important the problem area was, and
how effective the contact was. Their responses are summarized in this sec-
tion of the report.

First-year teachers listed the ways theirr EST's had been of assistance
to them over the preceding two-week period. When these were synthesized,
they could be grouped into ten areas. Listed according to the number of in-
ciuents for each area, they include 1) sharing materials, equipment and
ideas; 2) helping plan for and deliver instruction; 3) advising on classroom
management and organization; 4) observing first-year teacher by the sup-
port teacher; 5) preparing for assessment; ) assisting with student evalua-
tion and reporting to parents; 7) exp'ainirg policies, procedures and expec-
tations of the district and the school; 8) working together in a general way
such as attendance at meetings at which. "many things were discussed"; 9)
offering emotional support; and 10) observing the support teacher by the
first year teacher.

Table 8 includes datu on the percentage of first-year teachers report-
ing assistance in that area; maximum and median time spent on inci-
dents; percentages of extent to which helping contacts were initiated by the
experienced support teacher (EST), first-year teacher (FYT), mutually
(BTH), or by another person (OTR), degree to which the problem was per-
ceived to be important to the first-year teacher (on a scale of 1-5 with 5 being
very important); and degree to which the contact was perceived to have been
effe;:tive by the first-year teacher (on a scale of 1-5 with 5 being very effec-
tive).

Several findings can be drawn from these data. First, contacts be-
tween the ESTs and FYTs during the preceding two-week period most often
had to do with sharing materials, equipment and ideas. Thirty percent of
ESTs worked with FYTs in this area --twice as many as in the area of
preparation for assessment (14 percent). However, only 63 percent of the
FYTs being assisted by sharing materials rated the problems as "very im-
portant” while 94 percent of those receiving help in preparing for assess-
ment rated that assistance as "very important." Further, help with mate-
rials was initiated by ESTs 18 percent more often than by FYTs, whereas
help in preparing {or assessment was initiated S percent more often by
FYTs than ESTs. Is it possible that offering help with materials is a more
comfortable area for experienced teachers than preparing first-year teach-
ers for assessment?

Second, the area in which least assistance was provided was FYT ob-
servation of ESTs. Those observations that did occur were initiated 26 per-
cent more often by the EST than the FYT. However, 83 percent of FYTs ex-
periencing those observations rated them as "very important" and "very
effective.” Does this suggest that it would be helpful to explore why so few

Full Tt Provided by ERIC.

ERIC



Area of Support % of FYI' Max Median % lInitiated By Importance  Effective
Reprtng Time Time EST FYT BTH OTR of Problem of Cntact
Area (hrs) (hrs) R=5 R=1 R=bR=l

Sharing Materials 30 00 .50 47 29 4 0 68 9 66 4

Planning, Delivering
Instruction % 1080 .70 40 3320 1 M 2 8 1

Classroom Manage-
ment, Organization 20 430 .50 48 48 12 2 8 0 61 2

Observations of FYT
By Exp Spt Teacher 20 6.10 .80 2 B 9 0 61 9 M 13

Preparation for
Assessment 14 6.80 1.00 4 585 3 O MU 0 5] 3

Student Evaluation
Reporting to Parents 12 2.80 .50 ¥ B 3 7 64 4 't 0

Policies, Procedures

Expectations 11 1450 150 31 54 12 3 T 4 81 0
General Assistance

(e.g., meetings) 9 210 80 4 5 10 20 60 1 50 5
Emotional Support 8 480 .50 4 I 1NN 5 8 0 67 0

Obsarvation of ExpST
bv ifirst-Yr Teacher b 730 .60 B B8 8 0 8 0 8 0

FYTs observe their EST in the induction process, and why such observa-
tions are not more widely initiated by the support teacher?

Third, the literature on induction indicates that FYTs need consider-
able emotional support. During this two-week period, only 8 percent of re-
spondents reported receiving emotional support, but 78 percent of them rat-
ing the problems as "very important” (none rated problems in this area as
unimportant). Are there fewer novices in this group needing emotional
support because the program offers ongoing support in dealing with the
challenges of the work of teachers?

Fourth, FYTs and ESTs initiated the contact about an equal number
of times. Of the 354 incidents of assistance, ESTs initiated 44 percent while
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FYTs initiated 49 percent. ESTs took the initiative in five areas, including
sharing materials, observing the FYTs, being observed by FYTs, providing
emotional support, and general assistance. FYTs took the initiative in re-
questing help in preparation for assessment; explanation of policies, proce-
dures and expectations; and evaluation of students/reporting to parents.

Fifth, while the range of time spent meeting the needs of FYTs varies
greatly, the median time spent had a more limited range; assistance in
preparing for assessment required one hour, while 1 1/2 hours were de-
voted on the average to policies, procedures and expectations. The median
for all other areas was between 30 and 50 minutes. Some of the extensive
amounts of time recorded (for example, 14 hours and 30 minutes spent on
elucidation of policies, procedures and expectations appeared to include
full-day workshops. These data, however, suggest that ESTs and FYTs
need "chunks” of time together, and that such time should be built into the
program.,

Sixth, the importance of the problems that ESTs dealt with and the
effectiveness of that assistance were both rated very high. Fourteen percent
(14%) of FYTs received assistance in preparing for assessment; but 94 per-
cent of them rated their problems as very important. At least 60 percent of
FYTSs rated their problems in any area as very important.

The effectiveness of the help received was rated as "very important”
by 50 percent or more of the recipients of help in each area. Help in three
areas was rated most effective: planning and delivering instruction (83%),
observations of EST by FYT (83%), and explaining policies, procedures and
expectations (81%..

The data suggest that problems and concerns dealt with by ESTs and
FYTs are, for the most part, deemed to be very important ones, and that
when these problems and concerns are addressed, the process is highly
effective. The fact that the area considered as highly important by the
smallest percentage (60%) and to be highly effective by the smallest percent-
age (50%) was general assistance suggests that time may be better spent by
the pair on specific needs of the novice.

A final note: 42 respondents (18%) did not indicate receiving any as-
sistance during the two-week period. Reasons for this response might need
to be explored.

EST Assistance During First Two Months of Schod]

The preceding analysis refers to EST assistance during a two-week
period. In an open-ended question, FYTs were asked to identify the specific
ways in which their experienced support teachers had helped them during

11
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the first two months of school. Their responses are summarized in this
section of the report.

First-year teachers identified eight areas of support: overall valuing
of the support teacher as an essential resource; planning and presenting
instruction; organizing and managing classrooms; providing and sharing
materials; listening and supporting emotionally' informing as to school
and district policies and practices, expectations of colleagues and adminis-
trators, special events, etc.; advising and coaching for assessment; evaluat-
ing students and reporting to parents.

Overall Valuing of the Support Teacher as an Essential Resource.
Lespunses ranged from an extremely high degree of valuing such as; "She
has s.ved my life numerous times and has always been there when I
needed her.," "She lent me so many things. I could not have had a better
EST. She was great!" "Super, super supportive!", expressed by 24 percent
of the respondents, to a very low valuing by 8 percent who made such com-
ments as: "She has not been useful at all. I only see her about once a week,
if I'm lucky." "My EST has done nothing to really help me. I have bor-
rowed one book of nursery rhymes when I left my book at home. She gave
me one gingerbread man {0 cut my patterns from. She gave me some
ziplock bags a friend gave to her. I had to return all the above."

In between were those 68 percent of responding FYTs wiio acknowl-
edged receiving good and useful help, and expressed their valuing in terms
such as: "He is an excellent teacher, and observing him as he teaches has
been very helpful to me." "She's available whenever I need her." "She's
wiliing to share herself, her time and her abilities."

Planning and Presenting Instruction. Direct help in lesson plan-
ning, suggestions of activities and ideas to convey subject matter, collabora-
tive planning (especially at the beginning), and the encouragement of cre-
ativity in teaching strategies were positively reported as significant contri-
butions of ESTs by 46 percent of the respondents. A small number reported
that assistance was given in this urea only when requested by the FYT.

Representative comments included: "She has taught me and demon-
strated how easy it is to correlate subjects, especially in reading, language
and spelling." "He has given ideas on how to organize creative projects for
art, creative writing and science---also some ideas on how to group students
based on level." "As a bilingual teacher, she has helped me to not mix
Spanish and English into the lesson."

The main suggestion of FYTs in this area is that ESTs should not
wait of offer support until the FYT asks a question, but rather, they should
be sensitive to the novice's needs. Several first-year teachers expressed re-
luctance to "burden my EST because she has so much to do of her own."

12 2

ERIC

Full Tt Provided by ERIC.



Organizing and Managing the Classroom. Sixty-four percent (64%)
of the FYTs appreciated ESTs' assistance in one or more of the elements of
organizing and managing the classroom: specific techniques to use in
handling discipline problems; structuring the classroom physically, in-
cluding seating arrangements, bulletin boards displays, etc.; establishing
proactive management rules; scheduling and management of time. A
small number of respondents stressed the value of advice in this area given
before the beginning of the school year.

Typical comments included: "She's helped me work with my
tougher discipline problems---time out in another room.” "She helped me
greatly in walking kids to the restroom." "Jane has given me specific sug-
gestions on what to do to gain more control in my classroom.” "He was very
helpful in showing me how to manage my time.." "...gave me an idea for a
weekly conduct report...works great in my classroom." "...helped me to get
my room in crder for the first day. Without this help I don't think I would
have made it."

Providing and Sharing Materials. More than 25 percent of the FYTs
valued the extent to which support teachers shared materials with them,
helped them to procure needed supplies and materials, and guided them in
making maximum use of existing materials. Among the comments: "She
has provided me with a lot of materials for my classroom.” "She has given
me all the materials (objectives, TEAMS work, creative writing paper and
has asked for things she didn't have that I neede! for teaching." "Mrs. W.
supplied me with teaching materials because ou. -.0ks were issued late.
Prior todthat I was really floundering to find materials to keep my students
engaged.”

A small number (less than one percent) of respondents specifically
indicated ESTs' reluctance to share materials and ideas. In the words of
one such novice, "She doesn't lead ideas readily--things that may help."

Listening and Supporting Emotionally, For 42 percent of the re-
sponding FYTSs, the positive encouragement, moral support, trust and
friendship offered by the EST was indicated to be one of very great value.
Many wrote of the importance of having someone to listen, to show concern,
to be "calming"”, "positive”, and "real" at points of the beginning teacher's
emotional upset.

Several cited the supportive effects of non-judgement assistance at
such times, Some representative comments include: "I've had a shoulder
to lean on." "...showed conce -n for my progress as a teacher. By knowing
that she would be there to help me I have felt more confident in my work."
"She is very calming and looks at the positive in every situation. This atti-
tude helps me to put things in perspective," "...offers positive encourage-
ment when I feel overwhelmed.” "..lets me know I am not alone in my
frustrations." "...has provided me with the reassurance that everything
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would work out and that things would get better." "...gives me a lot of emo-
tional support.” "He listens to me and gives advice if I want it."

Providing Information on School Policies and Expectations. In the
views of approximately 22 percent of the respondents, it was very valuable to
have an EST who helped them to be aware of the explicit and implicit proce-
dures of working and living in the school (and the district) so that the new-
comer would feel accepted. Some stressed the importance of completing
paperwork properly; others referred to becoming aware of meetings; still
others valued help in knowing about the personalities and professional ex-
pectations of those who would be evaluating them. One spoke of the feelings
of being a stranger in the culture of the new school, and the appreciation for
the efforts of the support teacher in "seeing that I fit in within tke school
structure.

Additional statements on support in this area are: "She has ex-
plained the countless forms I need to fill out as well as assisting me when I
filled them out incorrectly.” "She informed me of the unwritten rules that
you're 'supposed’ to know." "..has given me an idea of how to interface
with the principal and other teachers better." "In the beginning she made
me feel like I was part of the system, and included me in on all decisions."
"He reminded me of deadlines when I might have forgotten because I had
80 many new things to think about."

Advising and Coaching for Assessment. Approximately 25 percent
of the responding FYTs expressed appreciation for opportunities to observe
their ESTs and/or to have their ESTs observe and critique them. In many
instances they related these experiences in a positive way to prepare them
for their formal assessments (TTAS). More direct coaching by the support
teacher for novices' evaluations was valued. Many respondents referred to
their ESTs as "models" they wished to emulate.

Specific written comments on this area of value to the responding
FYTs include: "She uses the lesson cycle wonderfully. She is also wonder-
ful with children." "She was particularly helpful in advising what is ex-
pected of a teacher, and what qualifies for a positive assessment." "She is
an excellent teacher, and observing her as she teaches has been very help-
ful to me." "This has been a great part of my teaching --just knowing that
someone is there to point out my good and not so good points." "The most
important ways my EST has helped me this year was by coaching me for
my first evaluation, on which I made excellent scores. I made 3 E.Q.s."
"...lesson critique --helpful hints to improve a lesson."

Evaluating Students and Reporting to Parents. An area of assistance
noted as valuable by 15 percent of the respondents related to grading stu-
dents and reporting to parents. Use of gradebooks to record grades, entries
into permanent grade files, exercising fairness in grading, the process of
completing report cards, reporting to parents through conferencing, and
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involving parents in the school appeared to present challenging problems to
many new teachers, who reported being helped by their support teachers.

Specific comments in this regard included: "She provided me with
information on how to work with report cards." "She helped me to under-
stand the apathy of the few parents who did not pick up their child's report
card on time!" "I have recently had some confrontations with parents con-
cerning grades. The reasoning of the parents was unjust, but being a first
year teacher, I did not know this. My EST was there by me to lend a very
warm and welcoming hand." ". .. made suggestions for open house and
conference time." "My EST gave me a guide on how to schedule my parents
for fail safe and how to prepare progress reports." "She had given me ideas
on getting parents involved." ". .. advice on communicating with parents."

Conclusion. First-year teachers reported a wide range of areas in
which they had received help from their ESTs. Overall, most first-year
teachers felt that their needs were satisfactorily being met by support teach-
ers. At least one-fourth of them were extremely pleased with the assistance
reported. Only a small number felt inadequately supported.

A majority obtained help needed in organizing and managing their
classrooms, most specifically in preventing and handling discipline
problems. Many especially valued assistance in planning and implement-
ing instruction, as well as opportunities to observe and be observed by their
support teachers, who then gave them feedback useful in preparing them
for their formal evaluations (TTAS).

The need for emotional support at times of stress and discourage-
ment or simply having someone to lend a "shoulder to lean on" were cited
as valued help from ESTs by almost half of the FYTs. One in four indicated
receiving needed help by a) being provided with instructional materials,
and b) being informed about school and district practices and policies,
thereby ensuring that the newcomers would become a part of the school cul-
ture as soon as possible.

A smaller, but significant response indicated the need for and value
of .fered help in evaluation of student progress and the process of reporting
to parents.

The disappointment of the small number of FYTs who reported not
receiving any support from ESTs, as well as those who felt that they lacked
ongoing positive communication with their assigned EST, suggest the need
to examine other data that may indicate the underlying reasons for this
lack of support.
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The FYTs in this study taught a wide range of subjects in both ele-
mentary and secondary schools. We hypothesized that these differences in
assignments would lead to different problems and assistance modes. To
test this hypothesis, the iollowing research question was posed: What
differences, if any, were there between FYTs who taught academic courses
in secondrry schools, ancillary courses in secondary schools, special edu-
cation, bilingual education, and English as a Second Language?

The study population was divided into five groups by teaching
assignment, then for each problem and area of assistance, an ANOVA was
calculated. While there were a few statistically significant differences
among responses of the groups, there was no pattern to these and the num-
ber was about what could have been expected by change. Thus, we con-
cluded that there were no differences in the perceptions of FYTs that could
be attributed to teaching assignment.

The fifth research question of this study probed the question, In what
ways did }'YTs suggest that ESTs could have been of more assistance dur-
ing the first two months of school? In the survey completed in November,
FYTs responded to the open-ended question, "In what ways could your sup-
port teacher have been of more assistance?" Their responses and sugges- '
tions generally related to six areas: general appraisal of EST,; organiza-
tional constraints of the EST/first-year teacher assignment; personal quali-
ties and actions of ESTSs; support through ideas and materials; observa-
tion/feedback on teaching; and information on school.

ced . Some of the
written statements indicated general perceptions of the experienced sup-
port teacher's assistance. Nearly 4 in 10 (38 percent) indicated the EST is
doing all that could be expected. When they elaborated on this appraisal,
their comments were laudatory. "This woman is Fabulous! ! ! I feel that
not only do I have a EST, but that I have also made a friend." "My EST has
done everything to help me. I would have been lost without her assistance."

Others were less positive and some were negative, feeling the EST
had not assisted them. Some reasons listed included lack of time, the EST's
family obligations and personal needs, and the EST's own classroom re-
sponsibilities. These are discussed in greater detail later in this section. To
have been of more assistance, one wrote, my EST "could have done her job."
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Another wrote, "My EST has been very negative toward me. I feel that her
'thing' is to put down just about everything I do and ignore and/or discredit
my positive accomplishments. I try to have as little contact with her as pos-
gsible. I understand from other teachers who had her as a EST in previsus
years, that this is her usual way of 'assisting.' She could be of greater
assistance if she quit the EST program."

One first-year teacher felt the EST "was not sure of her obligation to
me." Finally, in response to this question, one first-year teacher suggeste:i:
"Come home with me and crok! ! | (just joking)."

Dreanizations onstraints o 1 (- ~ )
should teach in the same grade level, subject, or special assi ent such
as ESL. Congruence of assignment was the most often mentioned recom-
mendation of first-year teachers. When teaching assignmen’s were differ-
ent, ESTs were not able to help with lesson plans, raaterials, or provide spe-
cific feedback needed. Many of the recommendations of firsi-year teachers
were fermented from this problem.

The classrooms of ESTs and FYTs should he in close proximity. This
recommendation was also strongly recommended by first-year teachers,
particularly those whose rooms are located in a different area of the school
campus from their ESTs. Such situations lead to a lack of contact and
communication with the EST.

Regular times when FYT:, and ESTs meet should be scheduled at
least weekly. The key is regular and scheduled; when there was not such
an arrangement, the professional helping relationship was adversely
affected. Several first-year teachers recommended a half-hour each weel:,
with opportunities for addition~l assistance in time of specific need. "t
would be helpful if our conflicting schedules allowed for more time to get
together--for observations and for planning time." First-year teachers rec-
ommended having the same planning period, recess or lunch time, or time
after school. Several noted, however, that after school was difficult for their
ESTs because of family responsibilities, personal business, or medical prob-
lems.

iti i Strengthening five personal
characteristics and actions would improve EST assistance, according to
first-year teachers. First, The EST should take the responsibility seriously.
Several FYTs indicated the lack of commitment by their ESTs was a serious
problem. Some ESTs were assigned to this role, did not know about it until
school began, or did not wish to contribute to or be concerned with a FYT's
problems and concerns. Some avoided contact with FYTs, according to
FYTs, and others did not assist them at all. One wrote, "She could have
come to my room when she said she would."
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The EST should devote time to work with first-year teachers, and be
readily available. Particularly at the beginning of scnool when the FYT is
new and needs so m.ich support, the EST nzeds to spend more time in their
classrooms, in conferences, and in s'iaring materials. On: wrote, "She
could have been of assistance during ti-e days before schoo! staried and the
first fev’ weeks of school.”

The EST should be proactive in the relationship. First-ycar teachers
would like ESTSs to ask if the FYT needed help, to come to the FYT's ciass-
room to taly, not to wait for the FYT to ask, and to share good ideas and
complemenis without having to ask. Frustration can be read into this
response: "I fel¢ that help and assistance could have been offered to me ear-
lier after my rrst few failures. 48 an experienced teacher, it appeared as if
she didn'* anderstand where I waa. It was second nature to her but foreign
co me. Also, I always had to go and ask her for whatever I needed. She
pever came in and asked if I needed anything or any help or simply
cnecked to see how [ was doing. Nothing was offered to me of her vast
wealth of ides and knowledge of what she says that I might need."

The EST should listen. "A listening ear would be helpiul and some
feedback or problems I'm having. I rarely sze her and she comes late and
leaves right after school so we never have time to chat. I don'i el she is
making an effort to see how I am doing." "She's very busy herself and
sometimes I just need to talk to a sympathetic ear--she's not always very
eager to listen. She's been there--she understands, but I sometimes don't
talk to her but to other teachers who do help me."

The ESTs should be supportive. First-year teachers arz cognizant of
their status and somewhat sensitive. They would like ESTe i help them
hecome part of the school, to be their advocate, and to be receptive of their
ideas. One FYT wrote, "Remember we are brand new and don't know any-
thing." This recommendation applies also to *he school district: two FYTs
wrcte that their ESTs should be "less critical 0:'a system I am new to."

Support Through Ideas and Materials, ESTs should share specific
ideas and instructional wateris’s with their first-year teachers. Several
suggested that collaborative planning would be helpful. Some ideas and
materials that first-year teache:s mentioned include: ideas for {a) class- -
roc. activities, especially seasonal ones; (b) grading papers and recording
grades; (c) what content to teach; (d) time management; (e) tests; (f) art
projects; (g) individual work; (h) room arrangements; (i) Low to work on
report cards; (j) new strategies and techniques; and (k) "just generally
how to get sensibly organized."

First-year teachers recognized the paucity of their teaching materials
and resources, were appreciative when ESTs shared these, and indicated
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that one way for ESTs to be inore helpful would be to lend the FYT more
teaching aids and resources. Several FYTs were concerned that their ESTs
were not open or willicig to share either ideas or resources (e.g., bulletin
board ideas, charts, pictures). Several went to know what materials are
necessary for their grade level or subject ar..a, and where to obtain them.

jon/feedback . First-year teachers mentioned
instructional needs more often than others. Their recommendations cen-
tered around four ideas. One FYT summarized their general recommen-
dations: "I would like to discuss lesson plans and lesson develop-
ment/presentation, specific classroom organization and management
strategies."

The EST should assist FYTs in writii:g lesson plans, particularly
when planning for a week. One echoed the feelings expressed by nearly ten
percent of the FYTs: " I would have liked to plan lessons together for the
first six weeks to make nure I was on the right track." They do not know
what t expect of their pr.rils, where to go for resources, how to vary lessons
or make them interesting to pupils, and what is expected by the school dis-
trict in the way of written lesson plans. FYTs spend considerable tivae and
emotional energy o lesson plans; one wanted to know "how to use the
Project Access book and the PLM kit; took me hours on one weekend to fig-
ure it out."

Observing the EST who is modeling outstanding instrur:tion is impor-
tant to FYT's. First year teachers wanced to be able to observe their ESTs
more often, and to discuss the lessons afterward. Demnonstration lessons,
particularly those using manipulatives, group work, organizing the class
for individual work combined with small groups were mentioned as impor-
tant, “I would have liked to have seen some lessor:s by my EST which
would have been master teacher caliber. Many of vhe lessons seemed to be
spur of the moment and not well prepared; therefore, I was not getting lots
of thﬁ great ideus that would motivite and stimulate me to aspire to higher
heights."

ESTs should cbserve the FYT more often, and provide constructive
feedback. Almost one FYT in twelve indicated this 1s an important way of
strengthe aing their teaching. Constructive critiques by their ESTs, specific
feedback, and specific ideas for lessons and concrete advice were ways ESTs
could be of greater assistance.

Toe EST should assist the FYT design and develop good classroom
management and effective discipline. This recommendation is exe - 1plified
in a number of more specific suggestions throughout the responses to this
question (e.g., knowleige of school procedures and policies, planning for
the first few weeks ot school). and in the need for closer and more regular
contacts with ESTs.

Full Tt Provided by ERIC.
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i The EST should help the first-year teacher
become familiar with school rules and procedures. Most principals and
administrators assume this responsibility, but their interpretations often
lack the specificity needed in a particular grade level or subject area.
Further, the perspective of administrators is different from that of teachers
who are implementing procedures. FYTs often are concerned about asking
questions of administrators at this stage of their careers.

Understanding the school and school district, complying with the
myriad details that toachers ruust handle, and werking within school dis-
trict parameters were areas in which ESTs could have been more helpful.
One firet-year teacher put it this way, "In the quotidian details of survival
in the school and in HISD, [I need assistance in] how to obtain what we
geed to teach, operation of schedules, school procedures, HISD proce-

ures."

Some of the regulations, procedures, and events that FYTs men-
tioned as needing greater detail and further elaboration include (a) open
house preparation; (b) Fail Safe; (¢c) when to take students to lunch; (d)
how to refer a student; (e) ordering media equipment; (f) school routines;
(g) discipline rules; (h) obtaining blenk forms; (i) taking and keeping roll;
and (j) dates and times repoits are due. FYTs want to be able to talk with
their ESTs, and more important, to have their ESTs volunteer information
cn “school expectations, how to do things, where things are, procedural
requirements (i. e., keep all lesson plans, turn in picture money at certain
time to office, who's responsible for what, when to send out progress
notices, how to complete such reports).”

Particularly important to several was information on unwritten
school policies; experienced teachers sezmed to know them, as well as stu-
dents. FYTs find them by taking action only to find it violated a cherished
unwritten rule.

Conclusion. First-year teachers were genersily pleased with the
assistance received from their ESTs. Nearly 40 percent believe their EST is
doing all they need to do. The recommendations of another 35 percent sug-
gest general positive perceptions, but identify some ways that assistance
could be improved. Finally, the responses to this question by about one-
fourth of the FYTs indicate moderate to intense concern for the effective-
ness of their EST. Some express disdain for their EST, others suggest a
personality conflict, and some reflect a withdrawal of interaction,

Recommendations for improving EST assistance, when combined

with the responses to other open-ended questions and analyses of objective
questions, suggest some ways in which EST service could be strengthened.
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Qther Support For First-Year Teachers
The support provided to first-year teachers was not limited to the spe-
cific ESTs to whom they were assigned. The principal, other administra-
tors, teachers, the professional development specialist (a person in each of
the 14 HISD districts assigned to werk with FYTs) were helpful ‘o these
first-year teachers. The sixth research question of the study was 'To what
extent and in what ways were persons other than the ESTs helpful to FYTs?
T:l what extent did Professional Devel. pment Specialists work with individ-
ual FYTs? .

Three questions were asked to determine the effectiveness and exten-
siveness of this support. The first question asked about the nature and ex-
tent of assistance by persons other than the EST, while the second probed
the extent of contact with the professional development specialist. The third
question asked first-year teachers to suggest ways support by others could
have been improved.

First-year teachers are helped by a wide range of persons both in and
outside the school district. FYT were asked to identify incidents in which
others had worked with them in the two-week period preceding the survey.
We not only were interested in with whom they had worked, but the exten-
siveness of the contact who initiated the contact, how important the problem
area was that was considered, and how effective the FYT perceived the
assistance to be. Their responses to this question are summarized in this
section.

First-year teachers charted information on the ways in which people
] ' upport teachers were of assistance to them over
a two-week period. The areas of support reported by FYTs, ordered accord-
ing to the number of incidents in each area, included: 1) sharing materi-
als, equipment and ideas; 2) advising on classroom management ard
organization; 3) working together in a general way such as attendance at
meetings at which "many things were discussed"; 4) helping plan for and
deliver instruction; 5) explaining policies, procedures and expectations of
the district and the school; 6) offering emotional support; 7) assisting with
student evaluation and reporting to parents; 8) preparing for assessment;
9) assisting directly in teaching students in the classroom.

Table 9 includes for each of the support areas: the percentage of FYT

reporting assistance in that area; maximum and median time spent on
assistance in that area; percentages of times the contacts were initiated by
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the first-year teacher (FYT), the other person (OTR) or mutually (BTH);
degree to which the problem was perceived to be important to the FYT (on a
scale of 1 - 5 with 5 being "very important"); and the degree to which the
contact was perceived to have been effective by the FYT (on a scaleof 1 - 5
with & being "very effective"). Assistance was provided by a wide range of
persons, including teachers on the faculty other than the assigned EST,
principal, professional development specialist, grade level or department
chairperson, counselors, vice-principal, secretaries, aides, parents,
nurses, dean of students, substitute teachers, district supervisor, librari-
ans, and relatives or friends.

By Persons Other Than Ex::«: ienced Support Teacher
Areaof Support % of FYT' Max Median % Initiated By Importance  Effective

Reprtng Time Time FYTOTRBTHNI of Problem of Cntact
Area (hrs) (hrs) R=5 R=1 R=5R=1

Sharing Materials 35 833 .92 46 B 17 2 €2 6 8 2

Classroom Manage-
ment, Organization 30 4858 1.00 M 34 10 2 B 0 68 6

General Assistance
(e.g., meetings) 2] 616 300 28 28 28 16 64 0 62 0

Planning, Delivering
Instruction 28 1025 1.00 30 465 2 3 8 0 8 0

Policies. Procedures,
Expectations 15 208 .42 3 0H» 3 8 90 8 0

Emotional Support 13 625 50 45 B 4 b 64 0 64 0

Student Evaluation,
Reporting to Parents 6 216 50 0 3 0 8 0 80 0

Preparing for
Assessment 5 216 .87 4 11 4 8 0 & 0

Direct Teaching
of Students 1 600 450 100 0 0 100 0 100 0

Of the 268 incidents of assistance by those other than the assigned
support teacher, 40 percent involved those identified only as "other", 43 per-
cent involved teachers other than the EST, 8 percent involved the principal,
5 percent involved the Professional Development Specialist, 3 percent
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involved the grade level or dept.tment chairperson, and less than 1 percent
involved counselors, vice-principals, aides, secrets:ies, nurses, parents,
dean of students, substitute teachers, district supervisors, and relatives or
friends.

Several findings can be elicited from these data. First, for 40 percent
of the assistance during this two-week period, FYTs did not identify the
source other than "other person." Thus the extensiveness of support by
persons other than the EST are under estimated. However, the major
source of assistance, other than the assigned EST, is othe: teachers in the
school. In most areas, the FYT :nitiated more requests for assistance than
the "other person." These two findings together suggest that others are
willing to assist F'YTs even though not specifically assigned as an EST, that
their assistarce is valu